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The Role of Strategic Competence in Listening Comprehension 
– A preliminary study on how to utilise background knowledge and contextual clues – 
 
FUJIO, Misa 
 
 
Abstract 
This study aimed at investigating listening comprehension in terms of strategic competence or 
the ability to combine linguistic resources with background knowledge and contextual clues. In the 
experiment, three major points were investigated: 1) correlation between language competence, 
background knowledge, and actual listening comprehension; 2) the method of utilising contextual 
clues; and 3) utilisation of strategic competence, in other words, whether there are any participants 
who can achieve a higher level of comprehension compared to their language competence. In order 
to measure the above points, quantitative analysis using several different types of questionnaire and 
listening tests was used in conjunction with qualitative analysis based on interviews. The analyses 
revealed four major points: 1) while language competence was significantly correlated with 
comprehension, background knowledge was not; 2) the participants relied more on contextual clues 
than background knowledge; 3) there were several participants who had limited linguistic 
competence and achieved a higher level of comprehension; and 4) some of those who achieved a 
good comprehension score made an assumption before and while listening. 
 
1  Introduction 
Listening is a very complicated process in which several different knowledge and skills work together. 
Focusing on knowledge alone, it can be categorised into several different groups: systemic or linguistic 
knowledge, contextual knowledge, and schematic knowledge such as background knowledge (Anderson & 
Lynch, 1986). Although early research into listening comprehension focused on linguistic elements, recent 
studies have dealt with various factors, including the role of contextual clues or background knowledge. This 
line of study, how to utilise contextual clues and background knowledge, is also a research area in strategic 
competence, which was characterised by Bachman (1990) as the competence that relates language ability to 
world knowledge and the context of the situation. This theory suggests that learners with high strategic 
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competence will be able to attain good listening comprehension even if their language resources are 
comparatively limited. In this preliminary study, the author tried to investigate not only how learners’ 
language resources, background knowledge and contextual clues are related to their listening comprehension, 
but also whether participants can attain a higher level of comprehension, compared to their linguistic 
knowledge, in other words, whether to identify individuals who have high strategic competence. 
 
2  Literature Review 
2.1  Roles of background knowledge and contextual clues in listening comprehension 
Anderson & Lynch (1988) categorised information sources for comprehension into three groups: systemic 
knowledge, context, and schematic knowledge. Systemic knowledge is the knowledge of the language system 
at the phonological, syntactic, and semantic levels. Context consists of knowledge of the situation, such as 
physical setting or participants, and knowledge of co-text or what has been said. In Brown (1986), the former 
is called external context and the latter discourse-internal context. Lastly, the schematic knowledge, 
consisting of background knowledge and procedural knowledge, comes from the term, schema, which is 
defined as “a mental structure, consisting of relevant individual knowledge, memory and experience, 
allowing us to incorporate what we learn into what we know” (Anderson & Lynch 1998:14). This 
categorisation agrees with a widely-accepted theory that for listening comprehension both bottom-up and 
top-down approaches are needed. The bottom-up approach is roughly equal to using systemic knowledge 
whereas the top-down approach utilises contextual and schematic knowledge. 
In empirical studies regarding contextual and schematic knowledge, Nishino (1992) investigated six 
different elements influencing listening comprehension, ranging from linguistic elements (i.e. vocabulary or 
grammatical knowledge) to background knowledge1) and even short-term memory. Ikemura (1992) reported 
that presenting the context in Japanese significantly improved the comprehension of the experimental group, 
and Oka, et al. (2005) reported that providing the context (one-sentence co-text) improved the listening 
comprehension of a high-proficiency group alone but had no effect on the middle and low-proficiency groups. 
In these studies, however, the English tested for comprehension and the presentation of the context was at the 
sentential level, not at the discoursal level as in actual conversation. Therefore, it is necessary to further 
discuss the roles of background knowledge and contextual information at the discoursal level, and for this 
line of study the research into strategic competence will be a thought-provoking reference. 
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2.2 The role of strategic competence in listening 
Bachman (1990) considered strategic competence as a central competence in any type of communication 
that relates language competence to the language user’s knowledge structures and to the context of situation 
(Figure 1). 
 
 
 
 
 
 
 
 
 
 
 
This model suggests that two learners having approximately the same level of language 
knowledge will perform quite differently, or comprehend in the case of listening, according to their 
ability to connect language knowledge to world knowledge and contextual knowledge. 
The same notion is explained by Oka (1991) and Oka, et al. (2005), using the term, top-down 
processing and bottom-up processing. 
 
 ← 1< S(P+K)< 1 →  
 Figure 2  (Oka 1991: 9-11 and Oka, et al. 2005: 5) 
 
A listener tries to use communication strategies (S) (which are regarded as specific strategies 
that reflect one’s strategic competence) in order to utilise both types of information based on 
bottom-up processing (P) and knowledge of the world (K). If the amount of P and K is used 
effectively by S and becomes larger than 12), communication starts to work successfully. On the 
other hand, if it becomes smaller than 1, a communication breakdown occurs. 
In this study, the author tried to investigate not only the relationship between the learners’ language 
Communication breakdown Top-down processing 
 
 Figure 1 Bachman (1990: 85) 
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competence, background knowledge and listening comprehension, but also whether there are any students 
who achieve a high level of listening comprehension, in spite of their limited linguistic resources, and how 
they utilise their background knowledge and contextual clues for successful listening comprehension. 
 
2.3 How to measure listening comprehension 
Based on the above Bachman’s model, in this study, language competence, background knowledge, and 
contextual clues are considered as the three main components that influence listening comprehension. In 
order to measure language competence, the author used a dictation test. Dictation, on the one hand, is 
considered as a reliable way to measure one’s listening proficiency and/or comprehension (i.e., Itakura, et al. 
1985). On the other hand, there is a study in which dictation was used as a test to measure listening ability at 
the lexical level, not to measure the ability to grasp the meaning (Tobita & Fukuda 1999). The author 
considers that a dictation is a test that can disclose the listener’s ability to catch the message as a text but the 
dictation score does not necessarily guarantee the comprehension of the meaning. In other words, even if 
dictation can measure one’s listening proficiency, which can be defined as knowledge and skills that underlies 
one’s listening comprehension, it cannot prove if the listener has really understood the speaker in that specific 
context or s/he has succeeded “in constructing a coherent mental representation” (Brown 1986:285). 
Therefore, listening comprehension or understanding of the meaning should be measured in a different way 
(The details are explained in Section 3, Methodology). In addition, most of the previous studies on listening 
comprehension have used a quantitative approach. Although such a quantitative approach is most suitable for 
observing the general tendency of a group, a qualitative and descriptive approach will disclose specific 
problems and specific factors necessary for successful comprehension. Therefore, this study also employs a 
qualitative approach. 
 
3  Methodology 
3.1 Research Questions 
In order to achieve the aims of research presented at the end of Section 2.2, the following research 
questions were formulated. 
1）Can the learners with more background knowledge attain a higher level of listening comprehension? 
2）Can the learners with higher language competence attain a higher level of listening comprehension? 
3）Are there any students who have relatively lower language competence and nevertheless attain a 
higher level of listening comprehension? 
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4）If so, how do they attain a higher level of listening comprehension? Especially, how do they utilise 
contextual clues? 
 
It is reasonable to hypothesise that the first two questions will be verified. In other words, the learners with 
more background knowledge or with higher language competence will attain a higher level of listening 
comprehension (Hypotheses 1 & 2). With regard to Question 3, which is related to strategic competence, the 
author hypothesised that there will be students who have a relatively lower language competence and 
nevertheless attain a higher level of listening comprehension (Hypothesis 3). For the first two Questions, all 
the scores were statistically analysed, while for Questions 3 and 4, both quantitative and qualitative 
approaches were taken, using a questionnaire and an interview, as well as several different kinds of tests. 
 
3.2 Research Participants 
A total of 21 students at Toyo University, Faculty of Business Administration, participated in the study. 
They all belong to the same English class which assumes a high-level of ability and consists of nearly 30 
students. 
 
3.3 Procedures 
1)  Test material 
In order to observe the effects of background knowledge, material relating to the football was selected 
since understanding a story related to a sport relies on one’s background knowledge more than general topics. 
A video tape aired by NHK television in December 2002, called GOAL3), was used. This is a story starring a 
football player, Manni, who came to London from a Latin American country and struggled to be a regular 
member of the London Rangers. Only minimal information was provided prior to the participants seeing the 
video, such as the relationship between the characters and the summary of the previous events in which 
Manni had been trained to become a member of the first team as the London Rangers had been losing games 
recently. Most of the characters except Manni spoke British English. 
 
2)  Questionnaire to measure background knowledge 
In order to measure their background knowledge, participants undertook a questionnaire which consisted 
of three questions about 1) GOAL, 2) football, and 3) the UK. Each question was scored on three levels: 
having full knowledge (3 scores), partial knowledge (2 scores) and little knowledge (1). In addition, their 
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experiences about overseas study, SCAT program4) and English qualifications such as TOEIC were also 
checked. 
3)  Dictation test 
As explained in the last section, a dictation test was used to measure the language competence of the 
participants. Dictation sentences were chosen from the first three scenes (out of six shown to the participants 
later). The vocabulary in the dictation was easy as shown below. All proper nouns were given and the 
students were only asked to dictate the underlined parts. Each sentence was presented with a different line, 
which is separated by a slash here for space limitation. 
 
<Example 1> 
Sophie: Have you seen these? 
Alex: Yeah, I’ve seen them. / Can’t go on like this. / Listen, Sophie. / I’m in a difficult position here. / 
We need some new talent. / How are Peter and Manni getting on? 
 
The participants listened to each scene four times: first, without pauses to understand the whole scene; 
second and third, with pauses to write down the sentences; and fourth, without pauses to complete the 
dictation. As for scoring, each word received a score of either 1 (correct) or 0 (wrong). A spelling mistake 
was not taken into account and received a score of 1. As for inflectional errors, for example, when the 
participants wrote “get” for “getting”, a half score (0.5) was given. 5) 
 
4)  Measuring comprehension and scoring 
After the dictation, all six parts were shown to the participants and they were asked to write the content of 
each scene in Japanese (and the two exchange students from China were instructed to use either Japanese or 
English, the language they felt more comfortable with) in order to check if they really understood the 
meaning of each scene. They were instructed to write as much information as they obtained. The sheet the 
participants worked on consisted of three columns – Comprehended words/expressions, Content, and How 
did you reach your interpretation – which allowed the author to observe the key words they caught and how 
they utilised the key words to reach their own interpretation. The number of information pieces in each scene 
was counted. Basically, one sentence was counted as one piece of information and each received a score of 
either 1 (correct) or 0 (wrong). There is a possibility, however, that even if the participants understood the 
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Table 1  Correlation between background knowledge, dictation and listening comprehension 
 Background Dictation Inf. details Outlines 
Background - .079 -.148 -.176 
Dictation .079 - .598** .731** 
Inf. Details -.148 .598** - .918** 
Outlines -.176 .731** .918** - 
** statistically significant (p<.01)
content, they did not mention the information. Therefore, in addition to the amount of information, whether 
or not they understood the mainstream was checked. They received a score of 2 when they clearly understood 
the mainstream, a score of 1 for partial understanding and zero for no understanding or no answer. Hereafter, 
the former will be called information details and the latter as outlines. 
 
5)  Review and questionnaire 
After the comprehension test, the script was distributed and the participants listened to the same parts, 
reading the script. Then they were asked to describe the following three points: 1) what was difficult for them 
to understand; 2) how they utilised their background knowledge; and 3) how the video (that includes a lot of 
contextual clues) helped them to understand the content. 
 
6)  Post-interview 
In order to further investigate the roles of background knowledge and contextual clues, a post-interview 
was carried out with several participants who showed interesting results. 
 
4  Analysis 
4.1  Relationship between background knowledge, language competence (dictation), and 
listening comprehension (Research Questions 1 and 2) 
With regard to the relationship between background knowledge, language competence (dictation), and 
listening comprehension (Research Questions 1 and 2), a correlation coefficient was calculated, using SPSS. 
As explained in Section 3.3, the listening comprehension was calculated from both information details and 
outlines. 
As Table 1 shows, the background knowledge was not statistically correlated with any items while the 
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Table 2  Percentage of correct answers by the level of background knowledge 
  G1 (6)* G2 (9) G3 (6) 
Dictation First team 33% 55%  83% 
Youth team 17% 22%   0% 
Information First team 83% 55% 100% 
Youth team 17% 44%  17% 
* shows the number of the participants in each group. 
dictation score was significantly correlated with both information details and outlines. Therefore, the 
Research Hypothesis 1 was rejected and Hypothesis 2 was accepted. 
In order to further investigate the effect of background knowledge, the comprehension of specific football 
terms, first team and youth team, were analysed by the level of knowledge about football. The participants 
were categorised into three groups: Group 1 (G1) little knowledge, Group 2 (G2) partial knowledge (knowing 
rules and watching games frequently), and Group 3 (G3) full knowledge (playing themselves). Table 2 shows 
the percentage of those who could catch “first team” and “youth team” in the dictation test and who 
mentioned them in the information details. 
As for the dictation, while the percentage of those who could catch “first team” was highest in G3, none of 
them could catch “youth team.” On the other hand, regardless of their background knowledge, more 
participants mentioned the first team and youth team in the information details than in the dictation (The 
actual expression in Japanese was the second team, instead of the verbatim translation of the youth team). 
This implies that in dictation where contextual clues were not fully provided, the background knowledge 
works only limitedly; however, with contextual clues, they understood the content, even if they could not 
catch specific terms. Several participants reported that especially the facial expressions of the characters (who 
were pleased to hear about their promotion from the youth to the first team) helped them understand the 
situation. 
Next, with regard to dictation and comprehension, their performance was largely influenced by the scene. 
Table 3  Percentage of correct words in dictation and in information pieces 
 Scene 1 Scene 2 Scene 3 Scene 4 Scene 5 Scene 6 
Dictation 40% 28% 18% ― ― ― 
Information 26% 34% 12% 20% 23% 3% 
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Table 3 shows the percentage of corrects answers by scene in dictation and the percentage of correct 
information pieces in the information details. 
The percentage of correct answers significantly dropped in Scenes 3 and 6, in which the same two 
characters were arguing at a hotel (while the other scenes were related to football games or players). Two 
reasons for lower comprehension can be put forward based on the questionnaire at the end of the class (See 
Section 3.3). First of all, the voice quality of the two characters was harder to catch, and second, inferring 
their conversation from the contextual clues was harder, except that the two characters were arguing, while in 
the other scenes they could rely more on contextual clues, for example, actual movements in a football match. 
Therefore, this implies once again that contextual clues play an especially important role for comprehension. 
 
4.2 Lower proficiency and higher comprehension (Research Question 3) 
When individual participants were analysed in terms of the relationship between dictation and 
comprehension, they were categorised into four groups: 1) a higher dictation score and higher comprehension, 
2) a lower dictation score and higher comprehension, 3) a higher dictation score and lower comprehension, 
and 4) a lower dictation score and lower comprehension. Here, lower and higher is based on the mean score 
of all participants, that is, 29.07 for dictation (full score is 112), 8.5 for information details (full score 43), 
and 4.17 for outlines (out of 12). Considering the significant and strong correlation between dictation and 
comprehension (see Table 1), Groups 1 and 4 show reasonable results, and those of Group 2 and 3 are more 
or less related to the discussion, how to utilise resources other than linguistic ones. Table 4 shows the score of 
Table 4  Scores of participants 
 Students 
Overseas 
Experience 
SCAT
Dictation 
(average 29.07)
Details 
(average 8.5) 
Outlines 
(Average 4.17) 
G1 Student 1-1  ○ 87.5 25 12 
  Student 1-2   56 17 10 
  Student 1-3 ○（1 month）  47.5 13 8 
  Student 1-4  ○ 39 8.5 5 
  Student 1-5  ○ 36 10.5 6 
  Student 1-6   33 11.5 7 
G2 Student 2-1   25 10 7 
  Student 2-2 ○（2 months）  22 17.5 8 
  Student 2-3   16.5 10 7 
  Student 2-4 ○（2 months）  16 7.5 6 
G3 Student 3-1   52 7 4 
  Student 3-2   40.5 3 0 
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each of the participants of Groups 1, 2, and 3. 
With regard to Group 1, four out of six participants had an experience of either studying abroad or 
participating in a SCAT program. Although Students 1-2 and 1-6 did not have any overseas experience, it 
turned out from a post-interview that Student 1-2 has taken a regular English conversation lesson since she 
was in elementary school and Student 1-6 loves English films and frequently watches them. In other words, 
all the participants of G1 have had some kind of experience in which they have to utilise their resources – not 
only linguistic but also other resources to make up for linguistic constraints – in actual communication scenes. 
In fact, Student 1-2 clearly mentioned a listening strategy: when she saw the video first time, she made an 
inference and had an assumption about each scene before the second and third trials. 
Group 2 students gained a lower score in dictation but higher in both information details and outlines 
(Only Student 2-4 marked lower than the mean in details). Again, two out of the four had overseas experience. 
In addition, the family of Student 2-2 has received exchange students from overseas. Therefore, Students 2-2 
and 2-4 had experiences using their resources in actual communication. Although the other two did not 
possess overseas experience, comments by Student 2-1 were especially interesting. He fully utilised the 
contextual clues, especially facial expressions and intonation of the characters, to understand the content. As 
he always utilises these contextual clues in actual communication, his comprehension sharply drops in a test 
such as TOEIC, where he cannot access any visual clues. In other words, in a testing situation, he cannot 
develop the context together with the interlocutor as in actual communication. The other student, Student 2-4, 
played football himself and utilised his background knowledge, such as the term of first team, and also 
contexual clues. Thus, the Research Hypothesis 3 was accepted. 
On the other hand, there were two students (G3) who marked a higher dictation score and a much lower 
one in comprehension. Both of them answered in a post-interview that although they could catch some words, 
they could not understand the meaning at all. It implies that they could not connect the words or bottom-up 
information to the specific situation and make a specific image. The comments made by G2 and G3 students 
all suggested that combining linguistic information with the context and background knowledge is crucial 
and will be further discussed in Section 5, Discussion. 
 
4.3  How to utilise contextual clues (Research Question 4) 
In order to further investigate how the participants utilised their background knowledge and contextual 
clues, the questionnaire after the comprehension test (see Section 3.3) was analysed. It consisted of three 
questions: 1) what was difficult for them to understand; 2) how they utilised their background knowledge; 
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and 3) how the video or contextual clues helped them to understand. For all three questions, little difference 
was observed by the level of background knowledge. Table 5 is a list of comments with the number of 
participants and the percentage. 
First of all, Q1 disclosed that this material sounded too fast for most of the participants (76%). This is 
consistent with the report by Hirosane (1995) that the percentage of the correct answers (words) that the 
participants felt were too fast to catch was much lower than that of the words they did not feel were fast. 
Difficulties caused by sound connection will be further discussed in Section 5. 
With regard to background knowledge, nearly half, 48%, answered they could not utilise their background 
knowledge at all. This may have double meanings: first, they did not have enough background knowledge to 
utilise; and second, their information obtained from bottom-up approach or linguistic resources was not 
sufficient to utilise their background knowledge. On the other hand, many more participants reported good 
utilisation of the contextual clues, especially, facial expressions. This means that video provided a lot of 
contextual clues about the speakers and physical setting and these clues helped them considerably to guess 
what was going on and the feelings between the characters. These comments and the statistical results, in 
which no significant correlation was observed between background knowledge and comprehension, revealed 
that at least in this study, contextual clues played a more important role than background knowledge. 
 
5  Discussion 
In this section, difficulties for listening comprehension will be highlighted and some suggestions for 
English education will be presented. 
 
Table 5  List of comments on listening difficulties, background knowledge and contextual clues 
Q1 Difficulties Q2  Background knowledge Q3 Contextual clues 
Speed was too fast. 16 76% Didn't utilise at all 10 48% Overall 5 24% 
Voice quality 3 14% 
Inferred from 
familiar words 
5 24% Facial expressions 12 57% 
Insufficient 
vocabulary 
7 33% 
Relationship of 
characters 
1 5% Gestures 3 14% 
Sound connection 7 33% Football knowledge 1 5% Way of speaking 2 10% 
British accent 3 14% 
Depending on the 
scene 
1 5% Mouth movement 1 5% 
Subject was omitted 1 5%     
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5.1 Phonological constraints 
In listening, listeners match the phonological information with their mental lexicon and identify the words 
or phrases they listened to. However, as Oka, et al. (2005) claimed, even known words cannot be recognised 
when the sound of each word was changed by weakening, liaison, or assimilation. In fact, in the dictation, the 
percentage of correct answers sharply dropped at some specific points. The following are examples. 
 
<Example 2> 
Can’t go on like this.  → Come on go like this./ Come going like this./ Come gone like this./ Come go 
on like this. 
 
“Can’t go on like this” was typically misunderstood for either “Come on go like this”, “Come going like 
this”, “Come gone like this”, or “Come go on like this”. Out of 21 participants, only one gave the right 
answer. Eight participants answered “come” for “can’t”. This error can be explained by weakening or 
consonant elision or replacement. However, although this is a significant error by which the sentence was 
changed from an affirmative to a negative, all of the eight participants correctly reproduced the meaning in 
information details. 
In the next example, “Here you are. I’ve got some good news and bad news”, the percentage of correct 
answers was analysed by phrase (Figure 3). 
 
 
 
 
 
 
 
 
 
 
Even a simple phrase like “Here you are” was correctly answered by only 10% of the participants. It is also 
interesting that “good news” was correctly answered by only 26% but “bad news” by 67%. It is probably 
because the sentential stress was placed on the last part, bad news, and made it more comprehensible. On the 
 
Figure 3  Percentage of correct answers 
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other hand, six out of eight participants who answered only “bad news” in dictation also mentioned “good 
news” in information details, and all of seven who could catch neither in dictation could answer “good news” 
in information details. This reveals once again that their listening comprehension was significantly improved 
when they listened to the same part with contextual clues. 
These two examples indicate that we can improve learners’ comprehension in two opposite ways. First, 
more emphasis should be given to sound changes, using natural conversations, hopefully by speakers with 
different accents. At the same time, considering that the participants utilised contextual clues to a large extent, 
we will be able to improve their comprehension by further encouraging the use of top-down processing. 
 
5.2 How to make a situation model 
The comments by Students 1-2 and 2-1 in the last section imply that connecting bottom-up information to 
contextual clues and background knowledge, and making an assumption or prediction seems to be the key for 
successful communication. In addition, Student 1-4 left an interesting proof of how she made an assumption, 
using the words she could catch, and reached her interpretation. For example, for Scene 1 dictation, “I’m in a 
difficult position here. We need some new talent.”, she answered, “I’m in a difficult position. When you some 
your training.” Her second sentence is rather caught at the lexical level and not meaningful at the sentential 
level. However, in information details, she reached her own interpretation, that is, “I’m in a difficult position 
because I’m thinking of the training of the players and the renewal of their contract.” Although her 
interpretation was not correct, it disclosed her interpretation process in which she made an inference, 
connecting the words, “a difficult position” and “training”, to her schema about football that needs the 
renewal of the contract. Since she has joined a SCAT program, it is safely assumed that she was exposed to 
natural and fast English and had to make a lot of inference to make up for her insufficient bottom-up 
information. 
In order to understand the speaker, the listener has to reach the most appropriate interpretation in that 
context, and in order to achieve that, s/he has to establish a situation model by attaching his/her own image or 
experiences to a message as a text (Kintch 1998). This is also the process of connecting linguistic resources, 
world knowledge and contextual clues. Based on Bachman’s and Oka’s models (Figures 1 and 2), the first 
point will be whether the listener can utilise his/her own background knowledge, and the second point will be 
whether s/he can make his/her resources (bottom-up information and world knowledge) available and 
meaningful in that particular context. For this ability, Fujio (2007) reported that even a highly proficient 
learner (whose TOEIC score was 970) had a lot of difficulties in actual communication as she depended too 
経営論集 第75号（2010年３月) 68
heavily on bottom-up information (partly because of her high proficiency) and did not fully exploit 
contextual clues, especially discourse-internal context or co-text she has established with the interlocutor in 
the previous parts of the conversation. As a result, she frequently failed to grasp overall meanings and had 
more communication breakdowns than the other participants with lower proficiency. Therefore, in the future, 
studies will be needed, both at the theoretical and experimental levels, to reveal how we can instruct learners 
to make a situation model and reach an appropriate interpretation in a given context. 
6  Conclusion 
This is a preliminary study to investigate how background knowledge and contextual clues can be utilised 
for listening comprehension. Therefore, the number of participants and the claims based on the data were 
limited. However, it still presented several interesting findings; 1) while language competence (dictation) was 
significantly correlated with comprehension, background was not, 2) the participants utilised the contextual 
clues more effectively than background knowledge, 3) there were some participants who could achieve a 
higher level listening comprehension, compared to their linguistic resources, and 4) some of those who 
showed good comprehension made an assumption before and while listening. As for the next steps, the role 
of contextual clues and the way of presenting them – for example, whether in a textual form or visual – 
should be further discussed and improved. 
 
Notes: 
1) Although Nishino (1992) reported that background knowledge influenced the results of 
dictation to some extent, in this study dictation and background knowledge were treated 
separately, as will be explained later. In addition, the test material used for dictation in 
Nishino was about an energy problem which tends to be influenced by background knowledge. 
2) This is based on “i + 1” by Krashen (1982). 
3) GOAL also appeared as a film. 
4) In addition to a required English class twice a week for the first and second year students, they 
can apply for this program and join it after a screening test. This program has four classes a 
week and is taught by native speakers of American English. 
5) Toya (2005) was referred to for dictation method and scoring. 
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